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Abstract
Research has shown a persistent literacy achievement gap between African American
males and their peers. This problem has its roots in historical inequity within urban
schools serving students living in poverty, as well as gaps in school readiness and
learning related skills among many young Black boys. This project seeks to
understand the various components affecting emergent literacy within these
communities and seeks to better understand how teachers and schools can form
meaningful and productive partnerships with families. For too long these children
and families have been viewed through a deficit model and have struggled to form
positive self-identities as readers due to bias and low expectations. This project
begins by taking teacher leaders through an exploration of culturally relevant
pedagogy and practices and involves them in planning and recruiting interested
kindergarten students and caregivers for an early literacy support club called “Black
Boys Read!” Students and parents will be exposed to mirror texts and historical role
models through activities intentionally planned to fit their cultural learning styles,
strengths, and interests. Feedback will be sought through pre- and postimplementation surveys and early literacy data will be examined to determine the
project’s success.
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Chapter 1: Introduction
Problem Statement
The literacy achievement gap between White middle-and upper-class students
and low-income Black students in the United States is well documented, and often
begins within the early childhood years (preschool through third grade) (Matthews et
al., 2010). Black boys of lower socio-economic status (SES) have been shown to
have lower Kindergarten reading scores (Baker et al., 2012). These deficits are often
present prior to the transition to kindergarten; when preschool Black boys are
assessed on school readiness skills, they score lower relative to girls on motor and
social development tests, as well as verbal memory tests (Davis, 2003). Data analysis
of the National Longitudinal Survey of Youth has indicated that Black boys fidget
more and acquire speech later than girls and are more likely to develop oral language
difficulties such as stuttering (Davis, 2003). According to kindergarten benchmark
assessments results, Black boys are frequently classified as at risk, often as a result of
what Souto-Manning, Ghim and Madu (2019) term as discrepancies between
academic language and Black language in which for example, th is read as /d/ or
when s or g are dropped at the end of verb tenses. When rated by teachers on their
tendency towards harmful, disruptive or impulsive behaviors, African American boys
score lower than their female peers (Matthews et al., 2010). The reverse is true with
regards to teacher ratings of learning-related and interpersonal skills: teachers rated
the same cohort lower than their female peers (Matthews et al., 2010). Race and
gender gaps in literacy occur prior to Kindergarten and continue through the end of
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fifth grade, with the magnitude of those gaps increasing as time went on (Matthews et
al., 2010).
Early intervention in literacy to address deficits—whether within the family
context or at school—becomes less effective if they are put into place after students
have fallen too far behind (Davis, 2003). Often parents may seek to be involved in
their child’s literacy education but struggle to do so in traditional ways due to work
commitments or a lack of comfort with the school environment and modes of
communication (Arce, 2019). Due in many cases to socioeconomic and cultural
differences between a mostly White, middle-class teaching corps and Black and
lower-income parents, there is a need for constructive frameworks within which
families and educators may collaborate to promote the early literacy development of
young Black boys (Kim, 2009; Arce, 2019).
Importance and Rationale of the Project
According to Hanushek et al. (2019), the achievement gap between White and
Black students and between those of lower and higher SES showed improvement
among students born between 1954 and the 1980’s. However, the remaining gap
among both low and high SES students and White and Black students has persisted
for students born between the 1990s and 2010s (Hanushek et al., 2019). Among
United States schools, urban schools have become associated within recent decades
with higher proportions of students of color, who often come from low-and middleincome communities that struggle with violence, crime and poverty (Tatum &
Muhammad, 2012). It is in these schools that Tatum and Muhammad (2012) propose
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there are often limited resources and competing political factions which complicate
effective and culturally relevant literacy instruction, such as rigid pedagogical models
and outcome-based programs. Black boys entering school are already at risk for
negative consequences including a higher risk of school failure, identification as
special education, punitive behavioral measures and violence (Rashid, 2009). The
connection between early literacy and later academic achievement has been well
established, so it is imperative that young Black boys are given the preparation and
attention needed before any existing gaps in knowledge widen (Matthews et al.,
2010). All students learning to read do so within the interrelated spheres of influence
created by their home life, school and classroom environment, and their unique
cultural experience. In order to best meet the needs of Black boys living in poverty in
urban areas, educators must examine their own practices and beliefs as well as the
competencies of and potential risks to their students (Rashid, 2009).
Background of the Project
As many researchers have pointed out, the achievement gap between Black
and White students has been stubbornly persistent (Joe & Davis, 2009; LadsonBillings, 2011, Hanushek et al., 2019). For Black students in particular, a pronounced
gender gap has been identified in literacy skills, with Black boys being at greater risk
of lower achievement than their female counterparts (Matthews, 2010). Early literacy
is strongly predictive of later academic success so although many have studied the
implications of literacy difficulties among older Black male students (Tatum &
Muhammad, 2012), other research has focused on the causes of deficits in emergent
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literacy in hopes of intervening sooner to prevent later difficulties. Some studies have
focused on the effect of early childhood education on literacy readiness: many urban
Black boys living in poverty have been found to attend preschools that do not provide
high-quality, developmentally appropriate and culturally relevant instruction (Rashid,
2009). As early as preschool, Black boys have been found to be stigmatized by
teachers as troublemakers, which can in turn lead to damaging self-perceptions on
their part and can follow them through their early school years (Wright & Ford,
2016).
Ladson-Billings (2009; 2014) has described the need for culturally relevant
pedagogy, and more recently, culturally sustaining pedagogy (2014), in order to
provide learning opportunities that are appropriate for minority students while
maintaining an expectation of academic excellence. However, when Black boys
arrive in school, they are often met by teachers—often of cultural and racial
backgrounds different from their own—who view them through a deficit lens
(Ladson-Billings, 2011), or are more likely to perceive them as difficult and a source
of conflict within the classroom (Rashid, 2009). In the 2000s the educational
initiative No Child Left Behind (NCLB, 2002) and later the Race to the Top (RTTT,
2009) sought to improve accountability of achievement in schools by mandating
standardized testing in grades 3 through 8. However, as Joe and Davis (2009) write,
an unintended consequence was a strong emphasis on “school readiness” in preschool
and kindergarten students who were now expected to exhibit certain academic and
social skills in the accelerated push towards later high-stakes testing.
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As young Black males transition to school, the relationship between school
and family—also defined as parent engagement by Epstein (2011)—becomes
significant to their learning. Baker et al. (2012) and Davis (2003) describe how
cultural continuity between the learning and home environment can contribute
positively to their learning. Research showing that a more positive attitude toward
learning, as well as increased school readiness skills, can be fostered by parent
behaviors at home including maintaining a positive attitude toward school and
reading aloud to their sons (Baker et al., 2012). It is notable that among all racial
groups, the highest number of Black students live in single parent households: 64%
(Irwin, et al., 2021). Of these, 53% with mother-led and 9% with father-led
households (Irwin et al., 2021). This increased pressure on families already
experiencing poverty adds to the risk of Black boys’ failure to succeed academically.
Low SES, Black males are at higher risk for difficulties transitioning into
kindergarten (Jarrett & Coba-Rodriquez, 2019), however, early intervention for those
who do struggle has promise to be preventative. Improved competence in what
Matthews et al. (2010) term learning related skills (LRS) has been strongly linked to
literacy achievement in African American males, and teachers have strong role to
play in their improvement. For Black boys living in poverty and attending urban
schools, closing the early literacy gap has great implications for their future.
Statement of Purpose
The purpose of this project is to explore the implications of improved parentschool collaboration towards closing the achievement gap between the early literacy
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skills of low SES, Black boys in urban schools and their higher-achieving peers.
African American boys’ deficits in early literacy achievement have been well
documented in research, as have the subsequent educational struggles of Black
adolescents and youth (Tatum & Muhammad, 2012; Davis, 2003; Ladson-Billings,
2011; Rashid, 2009). Within early literacy research, much attention has been placed
upon the connection between home literacy environments and student readiness to
learn (Matthews et., al 2010; Baker et al., 2012). These relationships are an essential
part of student success, yet across the country there is an existing (and growing)
discrepancy between a primarily female, White and monolingual teaching corps and a
student body that is increasingly diverse (Muhammad, 2020). Historically, the
education of Black students in America has been done using curricular tools, theories
and practices guided by a White lens (Muhammad, 2020). Through intentional and
culturally responsive efforts made to better engage the families of Black boys living
in poverty and attending urban schools, early literacy skills and learning related skills
can be improved upon, while also instilling self-confidence, self-efficacy and a
feeling of belonging within the school and academic community.
Objectives of the Project
The objectives of this project include the following:
1.

To support Kindergarten-3rd grade Black or African American
boys’ families in supporting their early literacy development and
self-identity as readers using a school-home partnership.
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2. To better bridge the cultural and influential divide between the
school and the families of Black male students by implementing
culturally relevant practices among staff and using culturally
inclusive curricular tools.
3. To improve learning related and early literacy skills among
African American boys living in poverty and attending urban
schools.
Definition of Terms
Culturally relevant pedagogy: the term describes teaching that seeks the collective
empowerment of a group of students and rests on the ideas that students can and must
achieve academic success; students must learn and/or maintain cultural competence
and value their own culture; and that students must be taught to develop a critical
consciousness through which they view cultural norms, values and institutions which
maintain the normal social order (Ladson-Billings, 1995). Educators seeking to
embody culturally relevant pedagogy find value within students’ lived experience,
culture, and abilities.
Early literacy skills: as defined by the report of the National Reading Panel in 2000,
these five areas make up the most significant areas of literacy development and
instruction: phonemic awareness, systematic phonics instruction focused on lettersound relationships, oral reading fluency instruction, vocabulary acquisition, and
explicit comprehension instruction. For the purpose of this project and consistent
with developmental research of how children acquire language and learn to decode
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and encode, I will focus on phonological and phonemic awareness, alphabet
knowledge, letter-sound correspondence, print awareness, oral language or
vocabulary, and narrative skills.
Learning related skills: also known as learning approaches, learning related skills
consist of a set of social skills which contribute to active and efficient learning on the
part of students. These consist of (but are not limited to): task persistence, flexibility
of thinking, organization, impulse and attention control, and learning independence
(Matthews et al., 2010, Howse et al., 2003). These skills are often demonstrated in
the school setting through following directions, keeping materials organized, showing
grit and perseverance, and attending to a task or teacher.
Home literacy environment: also known as the home learning environment; in early
childhood this refers broadly to the amount of learning stimulation taking place
within the home in which adults interact with their children in literate ways (i.e.,
speaking with, telling stories to, singing and playing language games with, and shared
book reading) (Matthews et al., 2010). This also includes the number and quality of
books available in the home.
Parent engagement: the degree to which parents are engaged/involved/participants
in their children’s literacy learning, whether through supporting students outside of
school hours, interacting with their child’s teacher to receive updates and feedback on
their child’s progress in literacy, or otherwise participating in their child’s education
both within the school or outside of it (Rattenborg et al, 2019). This also draws upon
the typology proposed by Epstein (2011) which identifies 6 levels of
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parent/school/community partnerships, proceeding from Type 1 which is defined as
basic obligations of families for child safety and wellness; Type 2, or basic
obligations of schools to communicate with parents; Type 3, involvement at school
by parents volunteering; Type 4, involvement of parents in learning activities at
home; Type 5, involvement in decision-making and school governance; to finally
Type 6, collaboration and exchanges with community groups and stakeholders.
Parent engagement occurs on a continuum and is usefully in many cases as a desire
for partnership (Epstein, 2011).
Scope of the Project
This project will be created for use within urban, or characteristically urban,
elementary schools with large populations living in poverty (low SES). This will be a
collaborative program between teachers, administration, support staff, families and
male students. The program will target the demographic of Black boys ages five to
eight, and will make use of culturally relevant practices, texts and teaching. This
program will involve teacher mentors who have been trained in culturally relevant
teaching, as well as early literacy skills, and will be available to families of Black
male kindergarten students identified as at risk, or whose parents self-identify as
seeking support with developing their home literacy environment. This program
would add students in subsequent grades after being introduced in kindergarten,
ultimately serving Black boys through grade 3. The program would not involve the
whole class populations or female students. The program would use supplemental
materials and activities to the standard classroom curriculum. The program would
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not involve school social workers or special education staff and would not be
mandated or associated with grades or assessments. The program would take place
within the school building after or before school hours, or perhaps during one to two
days a week of special classes (i.e., Spanish, art or technology) with building
administrative approval and dependent on scheduling needs of families involved.
This program would not involve attendees of preschool or Head Start programs but
rather would focus on students as they transition to elementary school.
Limitations
This project seeks to support the early literacy development of young African
American boys living in poverty and attending school in urban areas. However, it is
not possible to generalize the experiences to all the varied types of family, school, and
cultural backgrounds from which children in this group may come. Some of the
variables which could affect this project’s relevance for individual participants
include teacher gender, race, experience level, and attitude toward student
achievement; student preschool exposure and quality; and parental attitudes towards
school. This project seeks to implement additional culturally relevant practices and
curricular tools into the early literacy teaching and learning already taking place;
however possible limitations may occur considering state or district-mandated
expectations. A lack of during-school time available or scheduling challenges among
working families may limit the scope or success of the program.
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Chapter Two: Literature Review
Introduction
This project seeks to address the ways by which collaboration between
schools and families of Black boys living in poverty in urban centers can work to
close the literacy achievement gap in place as early as the primary grades. Research
has established that race and gender gaps in literacy occur even before Kindergarten
and persist through the end of fifth grade (Matthews et al., 2010). Parent involvement
in early literacy education is essential for these students yet gaps exist between school
staff and engagement with these families (Kim, 2009; Arce, 2019). The literature
examined describes various aspects of established educational norms in literacy
instruction for young children and how it has affected Black or African American
boys, as well as the effect of home and family practices related to literacy and
language have contributed to these students’ emergent literacy. Also discussed is the
role played by teachers and school staff in creating culturally relevant and inclusive
spaces and the potential effects of these practices on the literacy skills and identities
of young Black boys. Finally, a concluding section seeks to outline effective
components of a school-based program to promote early literacy among this cohort of
students at a high-need, urban charter school serving primarily Black students.
Theories/Rationale
Emergent Literacy Theory
From the moment a baby interacts with their caregivers using language and as
they begin to interact with print, they are developing as literate beings. Many of these
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experiences occur in the home at first through simple activities such as having a book
read aloud by a parent or in having a bedtime story told to them. Emergent Literacy
Theory proposes that listening, speaking, reading and writing are interconnected skills
and that children who excel in one or more areas are more prepared to attempt early
writing and reading tasks. The opposite holds true as well: children who struggle
with listening or speaking are at greater risk of reading difficulty (Tracey & Morrow,
2017). According to Holdaway and later Clay, learning to read begins gradually with
parent or caregiver led experiences around books and language, and develops
naturally as parents model other forms of literate behavior including reading for
pleasure, reading a wide variety of types of materials, taking children to book stores
or libraries and providing children access to writing materials. According to
Emergent Literacy theorists, parents who support children’s first attempts to read are
also able to provide an environment which is socially, emotionally and intellectually
conducive to reading development (Tracey & Morrow, 2017). Key to this process is
encouragement of the child’s first efforts and collaboration between the experienced
reader/caregiver and the child as he or she tries out this new skill.
Indeed, many studies show that parent-child interactions around literacy such
as shared book reading can increase their ability to pay attention, follow directions
and their early academic performance (Baker, et al., 2012; Baker, 2013; Sénéchal &
LeFevre, 2006). African American boys who were provided more books and read to
more their mothers were rated more highly on social emotional development by their
Kindergarten teachers compared to those who had fewer books and were read to less
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often (Baker, et al., 2012). Also important in this theory of literacy development are
print-rich environments, high quality literature with which to interact, and meaningful
conversations around texts (Tracey & Morrow, 2017). Research has shown that
book variety in the home contributes to child engagement, particularly with families
that have many narrative texts which lend themselves to richer story sharing
experiences between parent and child (Luo, Tamis-LeMonda, & Mendelsohn, 2019).
It is with support in these areas over time that young children develop early literacy
skills such as concepts of print, an understanding of the role of illustrations and
sound/symbol relationships, and an understanding of word and sentence level
meaning. These theories of Emergent Literacy offer a helpful framework in which to
situate this project.
Family Literacy Theory
Family Literacy Theory builds off ideas from Emergent Literacy Theory
regarding parents’ importance to their child’s literacy development and continues to
describe ways by which schools can facilitate literacy development of all family
members, the interrelationship between family literacy used at home and student
achievement, the ways in which literacy is naturally used within the home (Tracey &
Morrow, 2017). Family involvement in children’s wider success at school is
recognized by many as contributing positively to better attendance, social skills,
behavior and academic outcomes. Indeed, a literature rich home environment coupled
with parents who sought to take responsibility for their child’s literacy learning had as
strong of an effect on student achievement as excellent preschool or Kindergarten
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classroom instruction (Tracey & Morrow, 2017). Additional research in this area is
clear that positive parent involvement in the education of their child leads to greater
literacy skill gains for students from low SES backgrounds or in families in which
parents have a lower level of education (Crosby et al., 2015; Epstein, 2011) and
specifically for African American boys (Joe & Davis, 2009). Waldbart, Meyers and
Meyers (2006) showed that when innovative and flexible programs worked long-term
to develop trusting and authentic relationships with low-income, minority parents,
home literacy interactions were improved through family-generated solutions and
collaborative efforts on the part of families and school personnel.
Socio-Cultural Theory
Literacy development does not exist in a vacuum: rather it is a product of
one’s unique socio-cultural position. Socio-Cultural Theory connects to Emergent
Literacy Theory, as well as Family Literacy Theory, by emphasizing the role of layers
of influence on a child’s development as Bronfenbrenner termed an “ecological
model of human development” which was based upon the idea that it contains micro-,
meso- and macro-level factors (Tracey & Morrow, 2017, pg. 164). Children’s overall
development, and thus their development as readers, are affected first by their closest
relationships and environments, then to their wider realms such as the interactions
between home and school, and finally the widest level of influence, local, national
and international society. It follows then that early literacy development of African
American boys living in poverty in urban areas is affected by socio-cultural factors
which must be considered in the creation of this project.
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In entering formal schooling, African American boys enter a sphere in which
they are often subject to preconceived (often negative) notions regarding their
behavior as well as implicit bias and explicit racism (Souto-Manning, Ghim & Madu,
2021; Wright & Ford, 2019; Wright & Ford, 2016). Their competencies and
language strengths are often corrected or subject to concern on the part of teachers of
cultures and races different from their own (Souto-Manning, 2021). The work of Moll
et al. (1992) provides a useful lens through which to view minority and underrepresented families that had been previously viewed through a deficit lens. Instead,
Funds of Knowledge (FoK) focuses on a set of family knowledge and skills essential
for one’s household and person functioning and well-being (Butler & Miretzky,
2020).
Similarly, in their study of one early literacy support program for low-income,
minority families, Waldbart, Meyers and Meyers (2006) found that parent selfefficacy was increased when the program exhibited flexibility towards to parent
availability and the modes in which parents were involved in the classroom. When
program leaders first surveyed parents with regards to their perceived needs and then
helped increased their background knowledge of successful paired reading through
modeling and in-home coaching, parents exhibited greater willingness to learn and
grow. Another summer literacy initiative for low-income and minority families
studied by Simone, Hauptman and Hasty (2019) focused on a strengths-based
approach to involving families: instead of sending families home with flashcards or
worksheets to complete, organizers focused on the literacy practices already
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occurring within the home and sought to create authentic connections between
literacy as practiced in the classroom. For example, one camp partnered with a local
trucking company that employed many family members to create a Skype and letterwriting travelogue of a paper doll traveling with long-haul drivers and dispatchers.
This approach values parental and family FoK rather than leaning on assumptions
with regards to a lack of traditional parent involvement or a perceived inability to
help their children effectively at home.
Socio-cultural theories informed Butler and Miretzy’s (2020) research which
showed that by valuing students’ individual lived experiences and focusing on the
strengths of the household sphere of influence and how literacy is framed within it,
students were seen as multidimensional and less in need of rote or remedial
instruction which could lack meaning or opportunities for connections to background
knowledge. These meaningful literacy experiences can also contribute to increasing
self-efficacy among learners. As Bandura has described, learners will try harder and
persist towards a goal longer when they have a higher perceived ability (Tracey &
Morrow, 2017; Howse et al., 2003). Using a Socio-Cultural lens through which to
view Black male students and encourage them as they develop early literacy skills
may help improve teacher-student relationships, which have been shown to have a
strong effect on academic success (Goldberg & Iruka, 2021).
Critical Race Theory
A final theoretical lens through which the literature has been reviewed is
Critical Literacy, specifically Critical Race Theory. Critical Literacy points out that
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education comes from a perspective that is not neutral, but which mirrors existing
systems of oppression already in existence in society at large. From a Critical
Literacy perspective, students must be taught to use literacy as a tool to challenge and
reflect upon injustices within their own communities (Tracey & Morrow, 2017).
Gloria Ladson-Billings (1995) first described the four tenets of Critical Race Theory:
naming and discussing racism and its effects on people of color; promoting the voices
of people of color and highlighting their perspectives in critiquing the dominant social
order, emphasizing a need for radical change to the social order with the view that
existing social structures require drastic change; and closely examining the effects of
civil rights legislation (primarily in its lack of influence on the effects of racism on
people of color). According to Ladson-Billings (1995) and later, Gay (2000), literacy
instruction must be framed in Culturally Relevant Pedagogy (CRP) in which Black or
African American students experience academic success and high standards of
achievement, develop cultural competence with teachers who focus on using elements
of their own culture as a means for wider learning, and learn to examine their place in
society through critical consciousness. Interestingly, Joe and Davis (2009) also found
that the frequency with which parents discussed the family’s ethnic heritage was
predictive of academic success for African American boys. This finding has
important implications for the use of CRP with the families of these African
American male students.
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Research/Evaluation
The literature reviewed below draws upon the interconnected nature of actions
and strategies which can be used to close the achievement gap between Black boys
living in poverty in urban schools and their higher-achieving peers. Through
developmental and social lenses, the body of work is examined with several
important conclusions which come to bear in this project.
Moving Towards a Competency and Positive Self-Identity Model
Much literature describes the deficits and achievements gaps between Black
male students—who are already more likely to live in urban, low-SES and singleadult households—and their White peers (Baker, 2013; Baker et al., 2012; Davis,
2003; Joe & Davis, 2009; Rashid, 2009). However, Tatum and Muhammad (2012)
and later Muhammad (2021) point out that African American males have a rich and
diverse history of literacy in this country. As early as the 1800s, Northern states
boasted literary societies in which it was expected that one possessed a strong
command of reading, writing, critiquing, debating and describing one’s personal
identity to secure personal freedom and self-determination (Tatum & Muhammad,
2012). Literary societies at this time—and at subsequent significant points in history
including the Harlem Renaissance and the 1960-70’s—focused on establishing a
literary presence, following literary pursuits, and developing a literary character
(Tatum & Muhammad, 2012). These societies functioned with the goal of improving
“the condition of males as individuals and the society as a whole” (Tatum &
Muhammad, 2012, pg. 445). Identity as a reader thus informed these young men’s
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interpretation of and interaction with the texts they read as well as their place in the
world around them. This self-identity as a reader is significant for young African
American males in today’s world as well and holds many implications for their selfefficacy within a system in which they are too often othered. Unfortunately, within
many current school environments for African American males, literacy development
is focused on their perceived identity as readers according to their achievement on
standardized tests (Tatum & Muhammad, 2012). They may be subject to intervention
using texts chosen for their instructional level, rather than for any culturally relevant
or other reason personally meaningful to the student.
By early adolescence (and even as early as 2nd grade), Black male identity as
readers is strongly correlated to their masculine socialization which narrowed what
they perceived as acceptable reading practices, i.e., exclusively choosing to read texts
about sports, adventure or horror stories; or even reporting a dislike of reading
because it was not perceived well socially to do so (Stevenson & Ross, 2015). In
their study of seven to nine-year-old African American boys participating in a
summer reading camp, Stevenson and Ross showed that while they were labeled as
below-grade-level readers by academic standards, several boys demonstrated fluency
with aspects of literacy, including communicating orally and interpreting and
manipulating texts to communicate their own specific identities. For example,
several boys demonstrated an ability to lead discussions and volunteer to present their
understandings, when they felt safe connecting to the texts in their own culturally
relevant ways of learning (Stevenson & Ross, 2015).
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In order to create identities of themselves as readers, African American boys
deserve more and better examples of Black male characters and readers (Meier,
2015). One promising way to do so is to work to provide a more comprehensive and
powerful body of texts featuring literate, sensitive young Black male characters and
their childhoods which run counter to the media’s frequent portrayal of Black
boyhood as violent, dysfunctional and often oppositional to the norm (Meier, 2015).
Meier curates a list of ten books portraying historic African American achievers such
as Malcolm X and Michael Jordan who, while not always angels in their lives, valued
education and literacy and became successful despite adversity and racism. Through
these texts, Meier seeks to provide Black boys with a counternarrative to what she
terms “the myth of Black intellectual inferiority” (2015, pg. 340). In a similar vein,
Wright and Ford (2016, pg. 12) speak to the importance of applying a “‘history and
me’ perspective” in which teachers intentionally provide materials that expose
African American boys to the rich history of African American men and their
identities. Mentioned specifically are the biography of Richard Wright, Richard
Wright and the Library Card (1997), which focus too on a positive and literate image
of African American males.
Family Strengths and Contributions to Emergent Literacy
Parents of African American boys have been shown to have significant
influence on their readiness for school, whether through shared book reading, telling
stories, singing songs and providing children’s books in the home (Baker, 2013; Joe
& Davis, 2009; Rattenbourg et al., 2019). Joe and Davis (2009) showed that African
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American children of parents who emphasized academic skills had higher average
assessment scores in reading and math, while those who emphasized behavioral
readiness skills had relative strengths in general knowledge.
Puccioni et al. (2022) examined the relationship between African American
parents’ attitudes surrounding school readiness, their home-based involvement and
children’s readiness for school. They showed the positive association between
parental beliefs about school readiness and their subsequent involvement with their
children at home. However, for lower-SES African American families, less emphasis
on school readiness was placed. Puccioni et al. (2022) propose that this could be tied
to the historic discomfort and mistrust many African American families have
experienced within the formal school environment and this warrants specific attention
from school staff and administration. Jarrett and Coba-Rodriguez (2019) showed that
schools have an important role to play in supporting the transition of all children into
kindergarten and the subsequent years of elementary school, in part by providing a
warm and caring environment that uses a diverse curriculum. In addition, early
childhood programs that support parent efforts to provide more warmth and a better
home learning environment, have strong potential to improve academic achievement
(Baker et al., 2012). However, these efforts require flexibility and open-mindedness
on the part of school staff and teachers, particularly when their own culture and SES
differ from that of their families, as is often the case within urban schools serving
Black families living in poverty (Waldbart, Meyers & Meyers, 2006). Families taking
part in the study demonstrated resilience and continued support at home to assist their
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children through the transition to kindergarten, although as low income, African
American and urban families, their children were at greater risk of difficulty entering
school successfully (Jarrett & Coba-Rodriguez, 2019). Thus, the role of the parent
and parental attitudes towards school readiness and LRS are crucial in promoting
success in early literacy.
Culturally Relevant Pedagogy and Practices
A body of literature shows that culturally relevant beliefs about students and
curricula have been shown to positively affect Black males’ emergent literacy
development. Holland (2015) describes how Head Start teachers viewed their role as
teachers as essential to the community and having meaning and viewed connections
with families and the community as their responsibility (Ladson-Billings, 1995).
Their students were accepted and accommodated in their emotional and physical
needs, which may have been exacerbated by their poverty. Goldberg and Iruka
(2021) remind us of the significance of positive and warm student-teacher
relationships for academic growth—especially for young boys of color. Importantly,
teachers adopted a can-do and “whatever works” attitude toward student learning in
which they partnered closely with parents to promote literacy and learning related
skills, i.e., “how to thrive in a school environment” (Holland, 2015; Ladson-Billings,
2009).
Wright and Ford (2016) speak of the value of creating a classroom culture of
belonging and affirmation in which history and mirror books (Bishop, 1990) are
shared using developmentally appropriate modes of communication including readers
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theater, choral reading, puppetry, storytelling and improvisation. These modes of
expression offer important opportunities to develop self-identity and agency as well
as visual and kinesthetic learning opportunities important for this population (Meier,
2015).
For the majority of the American teaching corps who identify as White,
female and of European descent, culturally relevant pedagogy is of greater
significance, according to the findings of Schauer (2021). She recounts how only a
few White, female teachers were recommended to her by administration as already
employing culturally relevant practices and forming strong relationships with students
and families. Exposure to critical consciousness in teacher preparation or
professional development programs could have promise to move many teachers from
reflection to action with regards to the use of culturally relevant pedagogy. Carter
(2019) points out that teachers with knowledge of culturally relevant pedagogy are
more likely to employ systems of discipline which mirror that of the students’ home
environments, and which are employed within the classroom in order that the student
remain within the educational setting and continue learning. Of further importance
within culturally relevant classrooms is that teachers become more comfortable with
the shifting power dynamic that comes from creating a learning environment in which
rigor and challenge are the norm and teachers learn alongside their students rather
than being the sole source of knowledge and information (Carter, 2019). Rashid
(2009) proposes that “professional development opportunities [should be available]
for ALL teachers of young African American boys…with a focus on asset-based
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education, learning style preferences and curriculum relevance.” Gay (2002) places
emphasis on the importance of creating communities of learning in which teachers
focus on the communication styles of diverse racial and ethnic groups in order to
more fully incorporate the knowledge of learners coming from cultures with more
active, participatory and dialectic communication styles than the normal didactic and
listener-passive roles which are the norm in many American classrooms.
African American males have been identified by Boykin (1982) and added to
by Wright and Ford (2019) as having cultural characteristics which are relevant to
their school experiences, including: spirituality, harmony, affect, orality/oral tradition,
expressive individualism, movement, verve, communalism and social time
perspective. Without using these characteristics to overgeneralize or stereotype Black
boys, it is helpful to consider what Boykin (1982) termed “verve” and which Wright
and Ford (2019) have described as a high energy level and active movement style
which may be exhibited as a dislike of or an inability to sit still. These students
preferred short breaks and their performance was improved by them. Matthews et al.
(2010) showed empirical evidence that African American boys in kindergarten
through 5th grade were more highly identified as having more externalizing behaviors
but there was no connection between problem behaviors and reading ability. They
propose that instead of a current focus on strict discipline to manage behaviors
(external regulation), urban schools and specifically young elementary aged students
would benefit from explicit instruction in learning related skills (LRS), which are not
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innate but can be taught and developed through consistent and intentional efforts of
teachers and families.
From a culturally relevant perspective, this requires teacher reflection and
training; as Souto-Manning, Ghim and Madu (2021) describe it in order to “change
harmful dynamics, every educator must (re)commit to the ongoing work of racially
(re)reading early literacy (e.g., definitions, tools, materials, ideologies)” (p. 489).
The authors point out that academic literacy practices frequently position students of
color as not meeting standard language norms and literacy forms as deficient. These
students of color are thus labeled as “struggling readers” in large part because their
language abilities do not line up precisely with those of the White, middle-to-upperclass establishment (Souto-Manning et al., 2021). Important to note as well is that at
times when teachers reach out to families to engage in remediating their children’s
literacy, they position them in a deficit position by implying that their home literacy
practices require fixing (Souto-Manning et al., 2021).
Culturally relevant pedagogy requires reflection on the part of educators that
they are engaging with families and students in meaningful and equitable ways.
However, it is important to remember that there is a difference between theory and
practice. Gorski (2016) points out that teachers who espouse culturally relevant
pedagogy must gain equity literacy so that culturally relevant pedagogy remains
focused on the inequities (i.e., racism, economic injustice and other forms of
oppression) that caused thinkers Ladson-Billings (1995, 2009, 2014, 2016) and Gay
(2002) to envision culturally relevant pedagogy in the first place. Gorski describes
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four equity-based abilities teachers must gain in order to ensure they are
implementing truly culturally relevant instruction while refraining from using cultural
generalizations or stereotypes to address, for instance, all African American, male
students. These include: an ability to recognize inequity in even its most subtle forms
in a school environment; the drive to respond immediately and in skillful ways to
challenge inequity when encountered at school; a will to redress inequity over time
by working to change institutional and cultural dynamics within their environment;
and finally, an ability to sustain equity efforts despite pushback from peers or other
stakeholders (Gorski, 2016). Souto-Manning, Ghim and Madu similarly propose a
framework in which the politics of belonging are centered in a constructive process to
change harmful practices and create pathways forward (2021).
Summary
Studies have shown that Black boys living in poverty and attending urban
schools are at risk of falling behind in their literacy development as compared to their
female and White peers (Matthews et al., 2010; Hanushek et al., 2019). As they grow
from babies to toddlers and preschoolers, these boys are becoming literate beings
from the moment they are spoken, sung and read to by parents and caregivers. The
quality of the interactions they have around language and books contribute strongly to
their future literacy achievement, and therefore it is imperative to engage with
families to improve home literacy environments while also valuing the unique funds
of knowledge and existing practices described as occurring in minority homes (Moll
et al., 1992). African American families living in poverty desire academic and
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literacy success for their children but too often are viewed from a deficit point of
view by an educational system that has historically been inequitable. Given their
position as both poor and Black, and the fact that most teachers identify as White,
female and middle or upper class, it is important to also view the school literacy
experiences of these families and students through the lens of Critical Race Theory
(Ladson-Billings, 1995). In this way, racism is named, and its impact is discussed;
voices of Black, Indigenous and people of color (BIPOC) are amplified; and work is
actively done to effect change to the existing unjust practices and constructs within
schools and society at large.
Conclusion
To address persistent inequity within schools, young African American male
students and families benefit from culturally relevant pedagogy in which they are
taught to examine literature with a critical lens in order to effect change in society.
They should be exposed to books that reflect their own values and lived experiences
and which include characters who look and speak like them, as well as examples of
literate and successful Black men through history. These mirror texts and powerful
role models would in turn promote their self-efficacy and a positive self-identity as
readers. By training educators in culturally relevant practices and requiring them to
examine their own biases and teaching habits, more meaningful and trusting
relationships between teachers and students are made possible. These partnerships
can do much to benefit the literacy development and success of urban Black boys
living in poverty who have struggled for too long.
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Chapter 3
Introduction
The persistent achievement gap between African American students living in
poverty in urban areas and their white counterparts is well documented (Matthews et
al., 2010; Baker et al., 2012; Hanushek et al., 2019). For Black boys specifically,
there are barriers to early literacy success related to their learning styles (Wright &
Ford, 2019; Boykin, 1982) and implicit or explicit bias on the part of teachers (Wright
& Ford, 2016; Rashid, 2009) or lack of exposure to high quality, culturally relevant
preschool and early elementary school experiences (Matthews et al., 2010; Holland,
2015). Emergent literacy theory explains that literacy development begins as soon as
parents and caregivers interact around language and books, and this development is
positively influenced by the number and quality of texts available in the home
(Tracey & Morrow, 2017; Luo, Tamis-LeMonda, & Mendelsohn, 2019). Family and
school partnerships built on an authentic foundation of understanding, flexibility and
mutual trust can have a powerful impact on early literacy outcomes for African
American boys living in poverty (Crosby et al., 2015; Epstein, 2011; Joe & Davis,
2009). By creating a framework to educate teachers on culturally relevant pedagogy
and initiating a school-based program in which mentor teachers engage families of atrisk African American male students, it is the author’s hope that early literacy
outcomes are improved, and positive reader identities are developed from the very
start.
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Project Components
This project will consist of a professional development, reflection and
planning phase for involved staff members at an urban high-need charter elementary
school serving primarily African American students living in poverty, followed by a
flexible school-based early literacy support club engaging with students and their
families. This author has worked within urban charter schools serving primarily
African American students living in poverty for over 14 years. In seven years at the
site intended for this program’s implementation, this author was a second-grade
teacher for four years followed by three years as the academic specialist focusing on
early literacy assessment and intervention for students in kindergarten through third
grade. This experience has given this author many chances to build authentic
relationships with students and families, as well as to witness the challenges of young
African American boys entering formal school for the first time. A recent practicum
experience involved providing intervention with three African American boys
provided a chance to partner closely with families in order to promote literacy
success, but unfortunately occurred too late in the year to bring students to a level of
skill adequate to justify their promotion to first grade. It is the hope of this author that
by intentionally planning for and involving families as valuable partners from an
earlier point in the year, all while incorporating culturally relevant practices and
curricula, it will be possible to promote rich, positive identities among these young
readers as well as increased confidence and self-efficacy among their families and
caregivers.
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This author will begin by consulting with school administration and teachers
or paraprofessionals engaged with early elementary students to recruit participants for
the initial reflection and professional development. Souto-Manning, Ghim and Madu
(2021) and Gorski (2016) explain that reflection and training on the part of pre- and
in-service teachers is necessary in order to shift the culture of power and bias which
already exist in most schools. Therefore, this teacher training will focus on the tenets
of culturally relevant pedagogy through three meetings in which the author leads a
discussion of foundational articles on culturally relevant pedagogy including; “Who
Will Teach Our Children: Re-Stating the Case for Culturally Relevant Education” by
Gloria Ladson-Billings (2016) and works by Geneva Gay (2002) on culturally
responsive teaching, and Souto-Manning, Ghim and Madu (2021).
The first meeting (Appendix A) will engage peers in a pre-assessment
(Appendix B) of attitudes towards and knowledge of Culturally Responsive Teaching
Discussion questions will be guided by the work of Parker (2022) who asks that
teachers “Spend time thinking about the three foundational parts of culturally relevant
teaching…[i]n what specific ways is your practice already aligned with culturally
relevant teaching—what examples can you provide?” (pg. 47). Parker goes on to
prompt participants to reflect on what areas of growth they see in their practice and to
consider the issues directly affecting the communities in which their students live,
and the school exists. From a socio-cultural perspective, Holland (2015) reminds us
in his analysis of the views of Head Start teachers on what entails successful
emergent literacy development among low SES, urban African American boys,
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student and teacher experiences, as well as how student experiences and community
culture play important roles. With that in mind, part of the teacher-mentor education
will include prompting to carefully and truthfully consider these variables.
The second meeting (Appendix C) will use pre-assessment results to refine
discussion and information shared and will lay out the proposed format of the family
meetings. Group feedback will be gathered from teacher participants, and they will
be asked to refer families for whom they feel the program would be beneficial and
with whom they have built meaningful relationships, as emphasized in the studies of
one early literacy program by Waldbart, Meyers and Meyers (2006). It is anticipated
that this program would begin no earlier than November of a school year to ensure
that students, teacher and families have had a chance to acclimate to school and
develop good communication and rapport. Teacher leaders and this author would be
responsible for communicating with families and stakeholders about the program, and
once interested parties have accepted, they will collect survey data from families
regarding what time/format/frequency and content they would find most helpful.
The third and final anticipated teacher mentor training meeting (Appendix D)
would incorporate family and teacher feedback into the planning of the meeting
formats. This author would encourage teacher leaders to be flexible and intentional in
planning for the time, location and format of the meetings to prevent any additional
barriers to parent engagement, which many researchers have proven to exist,
including lack of childcare; lack of knowledge; family instability; and lack of flexible
work hours (Puccioni et al., 2021; Jarrett & Coba-Rodriguez, 2019). This author
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would also encourage and plan for involvement by at least one staff member who is a
community member as well, in order to make parents feel welcome and to bridge the
cultural power and knowledge gaps that exist between school staff and families
(Muhammad, 2020; Arce, 2019). If possible, a community member who is either a
middle-school or a high school-aged alumnus who identifies as an African American
male would be asked to participate by reading with and leading activities for a
meeting, as recommended by Wright and Ford (2016) as a culturally relevant way to
deliberately engage other students within the community.
At this third meeting, this author would present a list of multicultural, mirror
and own-voices texts (Appendix E) and discussion questions to be chosen for use at
the meetings following the first one, which would be the foundational text and
accompanying activities (Appendix F) for the club, I Am Every Good Thing by
Derrick Barnes. Teacher leaders would use knowledge of the needs of participating
students, as well as feedback from parent surveys to plan for specific activities to be
included in meetings, whether phonemic awareness games, listening activities, or
explorations of vocabulary or writing prompts. These plans would be made while
considering Wright and Ford’s (2019, pg. 25) Table 1. Boykin’s Afrocentric Cultural
Styles and Black Boys and learning related skills identified as important for the early
literacy success of young African American boys (Matthews et al., 2010). As a
schedule is created and invitations are sent out, an emphasis would be placed upon
bridging gaps between schools and parents and accepting all involvement without
focusing on perceived deficits in their engagement (Kim, 2009).
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The next phase of this project includes teacher leaders—after being grounded
in the theory and practices of culturally relevant pedagogy and culturally responsive
teaching—holding biweekly meetings of the Black Boys Read club, on school
grounds at a time and location agreed upon by all parties. Appendix G shows the
format and content of the first meeting, which consists of getting-to-know-you
activities, norm setting, read aloud and discussion guidelines, a parent-child activity,
and a parent corner in which families share what literacy-related things they know
about and want to know about while students snack and have a movement break.
There will be an emphasis on creating meaningful family-club partnerships and
valuing families’ existing skills and literacy practices (their funds of knowledge)
while participating in authentic literacy and learning experiences (Simone, Hauptman
& Hasty, 2019).
Project Evaluation
This project awaits future implementation, but following each step of the
process, feedback will be sought from all participants including but not limited to the
teacher mentors; family members; student participants; classroom teachers of student
participants if not involved in the program directly; and building administration. In
addition, early literacy assessment data will be examined to look for correlation
between participation in the program and improved results on formative and
summative assessments. In this author’s current position as coordinator of early
literacy testing, she will have access to baseline early literacy assessments as well as
the subsequent end of year. If students meet or exceed their projected growth goal on
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fluency with letter sounds, blending and (if developmentally applicable) reading
fluency, this project would be considered a success. In addition, interviews with
student participants, parents and involved staff would be conducted by this author
following the first year’s implementation in order to gather evidence of the project’s
success. Interview questions are listed in Appendix H.
Prior to implementing the project, it was important to this author to gather
feedback from possible teacher and parent participants. A short survey was sent to
several teachers (Appendix I) and parents (Appendix J) with whom this author has
developed relationships in previous school years. Comments from teachers were
generally positive and included an appreciation of and eagerness for an opportunity to
learn about culturally relevant pedagogy as something that wasn’t part of their teacher
education program. Others doubted whether parents would be able to be involved
based on past experiences. One survey respondent commented that they were “happy
this focused on the boys and has the parents directly being involved with them at
school.” Another was concerned that the program would be awkward at first for
parents who have not been able to be present at school due to COVID-19 restrictions.
Parents who responded stated that they thought it was a “great idea—I wish it
was around when [child’s name] was in Kinder!” Another responded that it would be
good to be able to come if it worked with their schedule and suggested that maybe the
times could rotate from meeting to meeting to allow more people to attend. Multiple
parents said they wanted to learn how to help their son learn to read better so if this
could help, that would be a positive thing.
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Project Implementation
This project will be implemented, provided COVID-19 precautions and
guidelines allow for in-person meetings, in the fall of the 2022-2023 school year. The
project will be shared with building administrators and colleagues for feedback prior
to beginning. The materials outlined here and in the appendices are for the first year
of what is envisioned as a three-year cycle of Black Boys Read. As the initial group
of participants moves from kindergarten to first grade, this author and additional
teacher leaders and involved parents will continue to participate with more complex
and age-appropriate texts, all under the same premises of culturally relevant pedagogy
and culturally responsive teaching. It is my hope that the program would conclude
with a third year and the same cohort of students and families with the boys
continuing to develop their own positive self-identities as readers with unique literacy
perspectives. Following that cycle, this program would restart with a new cohort of
kindergarten students—if staffing and interest allowed, it could eventually be a club
that was multi-level rather than serving only one grade level per year. This project
could be shared with several nearby urban charter schools serving similar populations
of students, and with adequate staff members interested in implementing more
culturally relevant practices.
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Project Conclusions
This project and the research and reading behind it has led this author to more
fully consider her own role as a teacher of young Black boys living in poverty and
often being done a disservice by existing early literacy practices. These students and
their families deserve the efforts of educators to examine their own biases and
assumptions, and to understand that what has been taught and how it has been
communicated has not been equitable or culturally responsive. In addition, the
outdated deficit models of thinking with regards to family literacy practices of lowSES African American families fail to recognize their unique strengths and forms of
literacy. In order to move towards justice in early literacy for all students, SoutoManning, Ghim and Madu (2021) propose that we are “expansive, inclusive and just”
in the ways we center the literacy traditions and norms of minority groups (pg. 491).
In order to effect true change in literacy achievement and build a culture of affirming
the identity of Black boys as readers, we must work urgently and thoughtfully to
educate our colleagues and adopt culturally responsive teaching practices and texts.
The literacy development of too many brilliant and valuable young Black boys is at
stake.
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Appendix A
Teacher Mentor Group Training Agenda, Meeting 1
I.

Introduction: Purpose of Meeting

II.

Establish Group Norms/Social Contract

III.

Pre-Self-Assessment on Culturally Relevant Pedagogy/Culturally
Sustaining Practices

IV.

Reading

Who Can Teach Our Children? Re-Stating the Case for Culturally Relevant
Teaching by Gloria Ladson-Billings
a. Discussion Prompts: What are the tenets of culturally relevant
teaching?
V.

Reading except from “Preparing For Culturally Responsive Teaching”
by Geneva Gay
a. Discussion Prompts: How do we recognize the existing assets our
students bring to our classrooms? What do we really know about
their identities and cultures without using stereotypes or relying on
assumptions?

VI.

Reflection & Closing

Created by Laura Thormann, 2022
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Appendix B
Teacher Pre-Self Assessment
Rate yourself, on this scale, (0 being the least, 10 being the most) prior to
these meetings, on your understanding of culturally relevant pedagogy
(CRP) and culturally sustaining pedagogy.
.
I feel comfortable with my understanding of the components of CRP.
0

1

2

3

4

5

6

7

8

9

10

I implement culturally relevant practices within my classroom practices.
0

1

2

3

4

5

6

7

8

9

10

I have a positive attitude toward CRP and using it in my own classroom.
0

1

2

3

4

5

6

7

8

9

10

9

10

I engage well with the parents of the students with whom I interact.
0

1

2

3

4

5

6

7

8

I feel my students’ parents assist them as well as possible to be prepared for
the academic (literacy-specific) and social-emotional requirements of school.
0

1

2

3

4

5

6

7

8

9

10

Please list other comments or feedback
_______________________________________________________________
_______________________________________________________________

Created by Laura Thormann, 2022
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Appendix C
Teacher Mentor Group Training Agenda, Meeting 2
I.

Introduction: Purpose of Meeting

II.

Review Group Norms & Social Contract

III.

Reading: Table 1. Boykin’s Afrocentric Cultural Styles and Black
Boys
a. Discussion Prompts: In what ways did this table provide you with
helpful knowledge in working with your young Black male
students? In what ways do you disagree or agree with what is
stated? What do you have to add?

IV.

Reading except from “Toward Early Literacy as a Site of Belonging”
by Mariana Souto-Manning, Hyeyoung Ghim, & Nicole K. Madu
a. Discussion Prompts: Using Figure 1 (Souto-Manning, Ghim &
Madu, 2021 pg. 490) discuss each step the authors outline to use in
moving towards a politics of belonging in early literacy education.

V.

Reflection/Planning Conversation

Created by Laura Thormann, 2022
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Appendix D
Teacher Mentor Group Training Agenda, Meeting 3
I.

Introduction: Purpose of Meeting

II.

Review Group Norms & Social Contract

III.

Reading: I Am Every Good Thing by Derrick Barnes
a. Discussion Prompts: Use the questions to consider for adults from
Tiffany Jewell’s learning guide to the text to guide your reaction to
the text and reflect on the questions to ask yourself for adults.
What feelings does this bring up? How will you use this moving
forward in your own classroom?
b. Preview of activities for the story
i. Cinnabon for snack to reference the cinnamon roll line on
pg. 3.
ii. “I Am/You Are” worksheet to be done by student and
family member
iii. Circle sharing/talking stick about the story
iv. Freeze dance to student chosen song
v. Parent corner

IV.

Results of parent/teacher feedback interest surveys

V.

Reflection/Planning Conversation

Created by Laura Thormann, 2022
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Appendix E
Text List with Resources and Activities—Black Boys Read!
Read-Alouds (Year 1)
Jabari Jumps by Gaia Cornwall
Activities
•

Boys and adults describe a time they have felt scared to do something new.
Draw and/or write about it.
Focus on Jj, sound /j/ for “Jabari” and “jumps”

•

King of Kindergarten by Derrick Barnes
Activities
•

•

Adults show a picture of the boys on their first day of kindergarten (cell phone
picture). Boys describe how they felt then and compare it to how they feel
about school now. List emotion words on an anchor chart for reference.
Focus on Kk letter identification, sound /k/ for “king” and “Kindergarten”

Crown: Ode to the Fresh Cut by Derrick Barnes
Activities
•

•

If possible, find an adult in the group or community who cuts African
American hair and is willing to come speak to the group and/or offer his
services if parents and families desire.
Have boys describe their favorite haircut or style they’ve ever had and tell
why. Boys write and draw about it.

All Because You Matter by Tami Charles
Activities
•

Educator Guide Scholastic Kids.com

Richard Wright and the Library Card by William Miller
Activities
•

Bring library card applications and hold next meeting at the local public
library, possibly on a weekend day to accommodate family schedules
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My Very Favorite Book in the Whole World by Michael Robertson
Activities
•

•
•

Watch video biography of Michael Robertson, an NFL football player
who was unable to read until he was in college until he joined a book
club.
Movement break by playing a game of Hot Potato with a soft football
Parent corner: discuss strategies for when your child is struggling with
a word or doesn’t get a question correct as you prompt them, teacher
leader model in person or in a taped segment

I Got Next by Daria Peoples-Riley
Activities
•

•

Invite members of the school basketball team to come participate in
reading this book to the group. If possible, include basketball play in
the gym as the movement break.
Syllabication and first sounds practice with story words (basketball,
jump, dunk, shoes, hoop etc.)

Texts to Read with Students (Late Year 1 or Early Year 2)
Cold and Hot by Angela Sweeney
Activities
Attached Lee and Low teacher's guide

Created by Laura Thormann, 2022
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Appendix F
Foundational Text and Activities
I Am Every Good Thing by Derrick Barnes
Activities
•
•

•

Serve cinnamon rolls as a snack to tie in with lines on pg. 3 “I am good to the
core like the center of a cinnamon roll. Yeah, that good.”
Family members and boys create a co-written “I Am/You Are” in which boys
list their favorite things about them and family members list affirmations of
their own.
Movement break of Follow the Leader and Freeze Dance to a favorite song
chosen by the leader

Created by Laura Thormann, 2022
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Appendix G
Suggested First Meeting Format
•

•

•

•

Welcome to Black Boys Read!
o Nametags (adults and kids)
o Children introduce their grown-up (relationship to themselves). Grownups introduce their child and tell their favorite food (children correct if
wrong)
o Social contract and norms/safety rules (teacher-led)
o Movement break: Simon-Says
Read Aloud: I Am Every Good Thing by Derrick Barnes (teacher-led)
Educator Guide to I Am Every Good Thing by Tiffany Jewell
o Teacher previews picture: “How does the boy on the cover feel?”
Introduces author and illustrator (both Black men)
o Teacher explains concept of metaphor and explains that the boy says he
is many things that he really isn’t but all things that are good about it.
o Teacher asks students to think about things that are true about
themselves and that they like or are good at (they will use it later for an
activity)
o Teacher stops to review unfamiliar vocabulary (i.e. magnificence;
champion; gravity)
o Teacher incorporates movement into metaphors, for example, when the
text describes a boy jumping into the pool, she asks boys to safely
demonstrate how that might look. Could be used with words like
“brave” and “superhero” also.
Adult-Child Activity
o Adults and Children work together to create an “I Am/You Are” book
about each boy. Brainstorm (whole group) words that can tell about all
the good things that are true about each boy and record on an anchor
chart.
o Each partnership is given a book with a page for the boy to write and/or
draw (with assistance as needed) something about themselves. It could
be their name and a self-portrait or something on the chart. Then the
adult does a page about themselves. Educator guide has additional
ideas.
o Share favorite page as time allows.
Snack Break
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•
•

o Cinnamon rolls to go with the lines on pg. 3 “I am good to the core like
the center of a cinnamon roll. Yeah, that good.”
o Teacher asks parents to complete a short survey telling what kinds of
things they already know about doing with their students and literacy at
home, and what they’d like to learn more about.
Movement break
o Follow the leader and/or freeze dance with rotating child leaders
Closing and Goodbyes

Created by Laura Thormann, 2022
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Appendix H
Post-Project Implementation Interview Questions
Teacher Leaders/Administrators
What do you feel went well about the program? Explain why.
What would you change about the program in the future? Explain why.
Did you see literacy growth in students as a result of their participation in this
program? Please specify.
Did you see positive changes in students’ behavior or attitude as result of this
program? Please explain.
Did you see changes in parent engagement/involvement with their child’s literacy as a
result of their participation in this program? Please explain.
Do you feel more confident in your ability to use CRP in your own classroom as a
result of this program?

Parents and Family Members
What did you like about this program? Please explain.
What would you change about this program in the future? Please explain.
Do you feel your child became a better reader after participating in this program?
Explain why or why not.
Did you see positive changes in your child’s behavior or attitude as result of this
program? Please explain.
Do you feel participating in this program helped your child in school? Please explain.
Do you feel more confident in working on literacy and reading related skills with
your child at home after participating in this program?
Do you feel your relationship to the school and/or your child’s teacher has improved
as a result of participating in this program?

Students
What did you like about being in Black Boys Read?
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What do you want to do more of next year in Black Boys Read?
What do you want to do less of?
Did you learn things from being in Black Boys Read?
What would you like to tell someone about being in Black Boys Read?

Created by Laura Thormann, 2022
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Appendix I
Feedback Survey-Teacher and School Leaders Pre-Implementation
Hello!
As part of my final project in my Master’s of Literacy Studies graduate program, I
have developed a program I am hoping to implement at Warrendale Charter
Academy. This program would involve three professional development and training
meetings around the concepts of culturally relevant pedagogy and teaching; followed
by the implementation of a Black Boys Read early literacy support club that would
meet flexibly and engage families of teacher-recommended or parent-referred boys
who could most benefit academically, socially and emotionally. I ask that you, as a
professional colleague whom I respect, please complete this survey regarding the
program, and include any additional ideas or comments at the end.
Thank you for your time and response.

Rate on a scale of 1 to 10 your opinion of this program’s:

Potential academic benefit to the students involved
0

1

2

3

4

5

6

7

8

9

10

Potential social-emotional benefit to the students involved
0

1

2

3

4

5

6

7

8

9

10

6

7

8

9

10

8

9

10

Potential benefit to the parents involved
0

1

2

3

4

5

Potential benefit to the teachers and school leaders involved
0

1

2

3

4

5

6

7

Please list any recommendations or suggestions for this project below:
_____________________________________________________________________
_____________________________________________________________________
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Appendix J
Feedback Survey-Parents and Caregivers Pre-Implementation
Hello!
As part of my final project in my Master’s of Literacy Studies graduate program, I
have developed a program I am hoping to implement at Warrendale Charter
Academy. This program would create a Black Boys Read early literacy support club
which would involve Kindergarten boys and their families at a teacher-lead meeting
to focus on important early literacy skills as well as books featuring characters who
look like them. We would work with parents to teach skills for reading at home with
your student, or any other skills parents are interested in building.
Thank you for your time and response.
Mrs. Laura Thormann
Rate on a scale of 1 to 10 your opinion of this program’s:
Potential academic benefit to the students involved
0

1

2

3

4

5

6

7

8

9

10

Potential social-emotional benefit to the students involved
0

1

2

3

4

5

6

7

8

9

10

6

7

8

9

10

Potential benefit to the parents involved
0

1

2

3

4

5

Please circle which topics you would be interested in learning more about at potential
meetings:
Teaching letter names and sounds
Vocabulary
Helping when your child is stuck
Choosing books to read Asking questions while reading aloud to your child

Please list any recommendations or suggestions for this program below:
_____________________________________________________________________
_____________________________________________________________________
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